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CHAPTER I
INTRODUCTION
There is a trend to teach reading in kindergarten which has
been caused by several factors, such as:
commercials, and more travel.

Sesame Street, television

A number of authorities in the field

of early childhood education favor teaching reading in kindergarten.
For instance, Montessori was one of the first educators to approve
an individual, pressure-free approach to reading, that is, waiting to
teach it until a child demonstrated interest in learning to read
(20:302).
Another view in favor of early reading was expressed by
Martin, who said,
Accordingly, language training up to and including reading should occur before age five, if the methodology is
gentle, self-teaching, non-directive, and paced to the
development of each youngster . . • Methods and materials
put into such programs are at hand now. We can no longer
wait. Our children at an early age need to experience the
self-thrill of learning with success. The inner satisfaction
from learning to read is a powerful and dynamic force that
will affect the whole future of the child (16:93).
Ausubel was concerned that pupils' intellectual backgrounds,
teaching methods, and instructional materials were overlooked when
maturation was over-emphasized as a yardstick for readiness (6:1063).
However, two psychologists, Ilg and Ames, expressed opposition
to teaching reading to preschool children.

They insisted that when

a preschool child is taught to read, the advancement over his peers is
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usually temporary, and the bright members of the class will soon
catch up with him and may even surpass him later on {11:324).
Goodenough and Tyler questioned whether children should learn
to read early even when they could, while Olson argued that pressure
to learn before or following a critical period could result in a
failure to learn {6:1062-1064).
Since there are respected authorities who disagree on the
value of teaching reading in kindergarten, it is worthwhile at this
time to survey the attitudes of kindergarten teachers toward teaching
reading at this level, and to determine what methods are being used,
and where these methods are being used, to introduce reading to
kindergarten children.
THE PROBLEM
Statement of the problem.

A study was made to discover the

attitudes of kindergarten teachers in the state of Washington toward
teaching reading in kindergarten, and the actual practices used to
teach reading.
Importance of the study.

Specialists in the fields of reading,

child development, and psychology have taken various positions on the
question of whether or not reading belongs in the kindergarten curriculum.

Durkin proposed creating informal learning situations to

realize specific aims in reading instruction {4:274-276).

Laconte was

opposed to exposing kindergarten children to reading but stated that
teachers must first decide whether or not to teach reading and then
carry out the decision {12:386).
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Heffernan, Todd, and Edmiston disagreed with the preceding
authorities with the statement that language development was more
important at kindergarten level than learning to read (8:78).

LeShan

was also opposed to stressing early academic achievement at the
expense of nurturing social and moral values, and when it hindered
development of trust, positive self-concept, and a relaxed pleasure
in achievement at school (15:28-29).
The question remains as to whether research is influencing
the practice of teaching reading in the kindergartens of Washington
State, and if so, what materials and programs are being used.
Limitations of the study.

The study was limited by the

following factors:
1.

Area--limited to first class districts in the state of
Washington.

2.

Level--limited to kindergarten teachers.

3.

Questionnaire--limited to 415 kindergarten teachers in
first class districts.
ORGANIZATION OF THE REMAINDER OF THE STUDY

Chapter II was devoted to research on the theories and philosophies of psychologists and reading authorities on teaching reading
in kindergarten, and their reasons for believing as they do.
Chapter III explained the procedure used to develop the
questionnaire and to collect the data.

It also contained the analysis

of the data, and the samples of letters to teachers and letters to
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superintendents, a sample of the questionnaire sent to teachers, and
a summary of replies to the questionnaire.
Chapter IV contained recommendations to administrators of
public schools, and teachers of public schools.
DEFINITION OF TERMS
Reading readiness was defined as those language and visual
interpretative skills preparing the child for accurate interpretation
of the printed word.
Reading was defined as the recognition of a printed word,
phrase, or sentence and the understanding of its meaning.
Informal referred to those reading experiences involved in
everyday routine and activities in the kindergarten such as:

roll

taking, creative writing, language activities, games, and play.
Formal referred to those reading experiences involving specific lessons, drill or worksheets and workbooks, and textbooks.
Word recognition skills referred to those learning activities
designed to help kindergarten children recognize similarities between
words, the printed shape of words, and visual and auditory sounds in
words.
SUMMARY
The remainder of the thesis will present:

(1) writings of

authorities in the fields of reading and psychology which express
positions for and against teaching reading in kindergarten, (2)
methods used to devise a questionnaire to send to 415 kindergarten
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teachers in the first-class public schools in Washington State,
(3) the report on the percentage of teachers checking each answer
on the multiple-choice questionnaire, (4) the report on personal
comments of teachers added to the questionnaire, (5) the conclusions
drawn from responses to the questionnaire, and (6) the recommendations
suggested by the conclusions arrived at from research and the
questionnaire.

CHAPTER II
REVIEW OF THE LITERATURE
In the introduction the question was raised as to whether
reading should be taught in kindergarten, and if it was taught, how
and when.
Durkin was among those reading authorities convinced of the
value of teaching reading in kindergarten.

She advocated placing the

reading aims first and then deliberately creating the first-hand
learning situations to realize those aims.

She spoke of preparing

the kindergarten child for first grade as the primary goal of kindergarten (4:274-276).
She questioned the traditional concept that reading and
reading readiness occur at different times in a child's school life,
since current knowledge indicates that readiness is not merely a product of maturation, but it is a product of maturation and environmental factors (3:30).
She elaborated on her theory that reading and reading readiness occur simultaneously in a classroom with the following remarks:
One obvious and important assumption underlying the illustrations is that the assessment of readiness and the teaching of
beginning reading can result from the same situation. For
instance, the teacher's use of written names in attendance-taking
was proposed as a way of collecting some diagnostic information
about the readiness of the children; but, in addition for the
individual children who were in fact 11 ready 11 it could be the
start of learning to read--in this instance, learning to read
children's names. A second assumption that ought to be made
6
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explicit is that the same situation serves for readiness instruction and also for instruction in beginning reading. To combine
into one situation--as these illustrations do--instances of
readiness assessment, reading instruction, and beginning reading
instruction is, of course, to go contrary to the more traditional
viewpoint. Traditionally, the readiness program and the reading
program have been separated, both in time and in the minds of
many teachers. However, it would seem that this separation is
no longer defensible, if it can be assumed that there really is
no absolute demarcation between readiness learnings and beginning
learnings in reading. It is on just such an assumption that I
have been suggesting that the readiness of children to read can
be assessed most accurately by giving them varied opportunities to
begin (3:32-33).
Durkin realized that kindergarten children could learn to read
with a variety of teaching methods:

whole word emphasis, phonics

emphasis, and a writing and spelling emphasis.

But a child should

have experiences with all methods before being asked to choose a
method.

He could not be expected to make a meaningful choice before

he had experienced contact with each.

Also, he should be free to

forego reading activities in favor of playing with blocks or puzzles
(5:92).

She cautioned the teacher against trying to do too much reading
before the child felt at home in the kindergarten room, and confusing
the child by covering too much material during one learning experience
(5:92).

The fact that reading is not incidental was emphasized by
Durkin in the words:
In either case, the reading program being recommended has
nothing to do with incidental or accidental teaching. Instead, it
depends for its success on a teacher who knows her children, plans
carefully, moves at an appropriate pace, and makes ample provision
for both practice and review (5:93).
Sutton was one of the few authorities who supported the belief
that formal reading instruction should be provided on the basis of
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individual ability.

She based her conclusions on several studies

conducted with kindergarten children.

One of the studies was super-

vised by Ray and Ross of Ball State Teachers College, and included
one hundred thirty-four children of Anthony School, Muncie, Indiana.
The children were selected for an investigation of the visual and
auditory perceptual abilities which are considered prerequisites for
reading readiness.

All the children were given the American School

Reading Readiness Test Form D.

The results of the tests showed that

only two children were deficient in reading readiness skills.
reading instruction was offered to any child who wished it.

Thus,
Within

four weeks forty-one children had completed one or more preprimers.
By the end of the school year, several had completed a first-grade
primer containing 160 pages and a vocabulary of 158 words.

Children

who achieved success in reading preferred this activity to other
activities (24:239).
Children are more ready for reading because of better materials,
better equipment, television, parent sensitivity, and better teaching
according to McGee and Mcclintic.

They approved of fonnal reading

readiness activities since individual differences in children dictated
their use, and formal reading readiness activities were less time consuming and related to individual needs better than infonnal activities
in reading (17:121-124).
A longitudinal study was conducted by the Denver Public Schools
to measure the effectiveness of planned reading instruction in kindergarten.

The research was aided by a grant from the Cooperative
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Research Branch of the U.S. Office of Education, and it began with
pupils in kindergarten and continued through the fifth grade.
McKee and Harrison, professors at Colorado State College and
special consultants to the Denver Public Schools, prepared the
materials and procedures for kindergarten groups who were taught
reading, and they also prepared the materials for the adjusted program
for grades one through five.

Much time was spent explaining use of

materials to principals, supervisors, and teachers in Denver.
The population sample of the study consisted of four thousand
kindergarten pupils with half of these children receiving regular
kindergarten instruction and the other half receiving twenty minutes
of planned sequential instruction in basic beginning reading skills in
addition to the regular instruction.
The children who did not receive beginning reading instruction
in kindergarten were divided into two groups in the first grade.
Group I (the Control Group) received the regular course of reading
throughout the study.

Group II was taught the beginning reading skills

(learned in kindergarten by the experimental half of the original sample of four thousand kindergarten children) at the beginning of first
grade.

Then they were offered an adjusted program in later grades.

This program provided further practice and development of the basic
skills of beginning reading and with advancement and enrichment progressing as rapidly as the acquisition of these skills would allow
(18:2-3).
Children who were given training in basic beginning reading
skills in kindergarten were also divided into two groups in the first
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grade.

Group III received regular instruction in grades one through

five, while Group IV was given the adjusted program in grades one
through five.

All groups had the same number of hours of reading

instruction throughout the experiment.
The regular reading program was the one in use in the Denver
Public Schools.

The adjusted reading program was distinguished by,

(1) omitting some textbooks in first and second grade if they had been
covered in kindergarten, (2) learning skills in grades two, three,
four, and five, as early as children were ready for them, (3) lessons
planned to teach skills not included in the regular reading program
and opportunities afforded to use these skills in other school work
(18:2-3).
The first objective of the early skills program was to help
pupils to identify new words encountered in independent reading.

The

following skills basic to beginning reading were introduced in the
experimental program:

(1) supplying words that make sense when they

are omitted from oral context, (2) learning to identify likenesses and
differences in the beginning sounds of words, (3) learning to distinguish among letter forms and learning the names of letters, (4) learning to use the meaning of oral context and the beginning sound of a
word missing from that context to identify that missing word, (5)
associating the forms of the consonant, letters of the English alphabet
with sounds they stand for at the beginning of words, (6) learning to
use the clues provided by oral context together with the sound associated with the letter form of the beginning consonant of a word as a
means of identifying that printed word (18:4-5).
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The conclusions to the preceding study were:

1.

Basic skills

such as those used in the study can be taught successfully to many
kindergarten children.

2.

Children who had the experimental program

in kindergarten followed by the regular program in first grade scored
noticably higher at the end of the first grade than did the children
who had only the regular program in both kindergarten and first grade.
3.

Children who learned reading skills in kindergarten needed the

adjusted program throughout the study in order to make lasting gains in
reading success.

4.

Reading comprehension and reading vocabulary were

superior in the Full-Term Experimental Group.

5. The Full-Term

Experimental Group had higher reading rates with the Delayed Experimental Group ranking second.

6.

The Delayed Experimental Group rated

second in all-around reading achievement gains.

7.

Beginning teaching

of reading in kindergarten increased later achievement in areas of
word-study skills, language, and social studies.

8.

The emphasis on

reading stimulated all groups in the study to read independently more.
9.

The experimental reading did not affect visual acuity, emotional

stability or cause an aversion to reading.

10.

Educational innovation

can improve the reading achievement of boys and girls {18:6,7,8).
Laconte reported on a curriculum survey conducted which used
a questionnaire, observation and interview data from more than five
hundred kindergarten teachers in two states. According to the survey
kindergarten teachers agreed that only a few children were ready to
read; therefore, these children should be helped to learn to read, but
the emphasis of the entire kindergarten program should not be shifted
to teach reading to these few {12:382).
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LaConte s survey stated that most teachers preferred to use
1

informal teaching activities for reading, and that more highly
experienced teachers reported teaching more skills than less experienced teachers.

However, experienced teachers used the fewest formal

reading materials (12:383-385).
The study established that reading skills were taught in both
states occasionally rather than regularly, and whole class rather than
group or individual instruction was given.

Laconte questioned the

value of exposing children to reading, emphasizing that a teacher
should follow through with teaching reading once she decided to include it in the kindergarten curriculum (12:386).
Teachers who refrained from teaching reading said that it was
against the state school policy or that the schools themselves had
decided not to teach reading (12:386).
After evaluating the data in the study Laconte concluded that
more reading was being taught in the two states, and that more reading
and reading readiness materials were being used (12:386).
A report on a questionnaire sent out to principals, kindergarten teachers, first grade teachers, and elementary consultants in
180 communities of 20,000 or more showed:

1.

Classroom teachers

favor systematic instruction in readiness more than supervisors and
consultants.

2.

Principals' attitudes toward readiness instruction

are closer to the attitudes of teachers than to those of consultants
or supervisors.

The author concluded that the question of whether it

was reasonable and profitable to give capable students formal reading
training was unanswered (1 :28).
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Lambert's research indicated that reading in kindergarten
should be meaningful and functional.

She wrote:

When the child has developed a liking for books, he has taken
a large step toward readiness. If the kindergarten teacher can
send her children on with a desire to read, she has helped the
first grade teacher immeasurably (13:20).
She suggested that each kindergarten room should have a
pleasant library corner, so that children could be stimulated to enjoy
books and could become interested in them, although the children
might not understand their meaning or content.

Lambert said it was

once thought that experiences originated with the printed page, but
later it was discovered that children required experiences relevant to
their reading before it could have meaning for them (13:20).
An attempt was made in the preceding paragraphs to report on
research supporting the teaching of reading in kindergarten, however,
a number of respected authorities are opposed to teaching reading at
this level.

Therefore, the remainder of the Review of the Literature

reported on their writings.
Culkin was convinced that reading should be an interest, not
a skill, for the majority of kindergarten children, and that most
children were not ready for formal reading experiences until first
grade.

Interest in reading was motivated by listening to the teacher

read stories, by looking at the pictures about the story, and by discussing the story together.

Later, the child would learn to associate

pictures with words, to show an interest in the titles of books, to
notice signs at school, at home and in the community, and to practice
manuscript writing.

These were indications that he was beginning to

14

understand the meaning of words.

She disapproved of workbooks, since

they crowd out the work time or the story time from the relatively
short session (2:206).
Kindergarten children could be pressured into formal reading,
since they would do anything the teacher asked.

However, Hymes

stated this fact did not justify using teaching methods that were
beyond those children's emotional and physical development.

For

instance, he pointed to the fact that the approach to reading in kindergarten is often the formal work-book type which makes of learning
to read a sterile, unintellectual act, with baby-like content.

It

isolates reading from the ongoing life of a group, turning it into a
functionless process.

It deranges the kindergarten program and turns

kindergarten into a sit-down place and teachers into quiz-masters and
drillers (9:88).
Hymes added that emotional risks were present when a child
read before he was ready which caused the child to become a less
sturdy, a less sure, a less sound and healthy personality (9:88).
He approved of preparing for reading through such means as:
listening to good stories, meaningful trips, hearing good adult
language, the child's use of his own language, creating with play and
art materials, and rhythmic expression of his body.

He believed the

child learned to read using labels which identified equipment, and
activities, and through recording experiences (9:88).
Heffernan, Todd, and Edmiston said,
Many children learn to identify their own names in manuscript
or cursive writing. Occasionally, a child may ask for a sign for
his store and the teacher obligingly prints it on tagboard for him.
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But the teacher who really understands the growth characteristics
of the child realizes that building a rich oral vocabulary based
on accurate concepts produces a more useful foundation for later
development in the language arts (8:78).
Children of the emotional age of five lacked the energy for
such a prolonged activity as learning to read, according to Monroe
and Rogers, and encouraging such children to read could discourage
them from trying in the future.

Teachers should base a child's

readiness to read upon his emotional maturity rather than upon his
chronological age (19:145-146).
Eggener takes the position that the Russian sputnik and the
pressure following from shifting public opinion, parents of precocious
children, commerical firms, and some kindergarten and first-grade
teachers, caused a rush to read.

She agreed with Monroe and Rogers

that reading in kindergarten could lead to emotional pressures and
lessen later pleasure in reading.

According to her, the child and his

emotional and physical development and happiness in the present should
be paramount in planning the kindergarten curriculum (7:609-610).
Lee and Allen stressed that every kindergarten child should
create stories often, and they should have the stories of other children read to them along with the works of adult authors.

Children's

experience background should be enriched through study trips, films,
interest centers, and group discussion (14:100-101).
Mood questioned the results of the McKee, Brzeinski study conducted in the Denver Public Schools.

She decided that the superior

achievement of the experimental group was due to:

(1) the method,

(2) well-planned materials, (3) the test evaluating progress was
closely geared to the material learned (21:403).

I
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The random sampling used for the study was questioned by
Mood since the study began with 1250 subjects in the experimental
group and 750 in the control group.

At the conclusion of the study

there were 759 children in the experimental group and 225 in the control group, representing a 39% loss in the experimental group and a
70% loss in the control group.

The investigators in the study failed

to deal with why this occurred leaving a question as to whether the
group of subjects completing the study constituted random samples
{21 :403}.
Careless reporting hampered replicating the study, and many
important questions were left unanswered.

The author criticized

McKee and Brzeinski for describing a program as innovative because it
allowed the child to move at his pace.

This has been recommended by

educators for fifty years, according to Mood.

She concluded by

writing that teachers must decide whether the program constituted
beginning reading or merely another set of reading readiness materials
{21: 403}.
Finally, Rudolph and Cohen reinforced the views of those
against early reading instruction with their statement:
Kindergarten must therefore be seen as a significant aspect
of school life in its own unique way, stretching the minds of
children but holding off on the tools for book learning, developing the broad qualities necessary for scholarship but not demanding
the specific skills that will eventually enhance scholarship {23:8}.
They also stressed that five-year olds lack sufficient eyehand coordination to sit still long enough for sequential learning.
The few who might profit would not justify the harm for the immature
ones who could develop a distaste for learning to read {23:9}.
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The authorities for and against reading were well represented
in the research.

The literature indicated that many authorities such

as Ilg and Ames, Heffernan, Todd, and Edminston, and Le Shan remained
opposed to teaching reading in kindergarten, but that an increasing
number such as Durkin, Sutton, McKee, and Brzeinski, were in favor of
teaching reading in a pressure-free way.
agreement existed between the two groups.

Also, certain areas of
For instance, Durkin agreed

with Hymes and Lee and Allen that reading should be taught in an
informal manner in kindergarten, and Durkin and Hymes both advocated
a pressure-free approach to teaching reading.

Both groups recognized

that the abilities and interest of the individual child should determine to some extent the type of reading and reading readiness taught
in kindergarten.

CHAPTER III
I.

EXPERIMENTAL DESIGN AND METHOD

A questionnaire was sent to 415 kindergarten teachers in the
first class districts in the state of Washington.

The questionnaire

was designed to measure attitudes of teachers toward including reading
in the kindergarten curriculum, and their methods of teaching reading
in kindergarten.

Permission was sought from the superintendents to

send the questionnaire to the teachers in their schools, and a copy
of the questionnaire was included with each request.
The questionnaire covered the following areas:

word recogni-

tion skills, methods used to teach reading through experience, selection of children for reading, reasons for teaching reading, reasons
for refraining from teaching reading, selection of reading and reading
readiness materials. Teachers were asked to indicate whether they
taught reading to individual children who were ready to read, and if
they did, whether formally or informally.

They were invited to make

additional comments on the back of the questionnaire.
II.

TREATMENT OF THE DATA

A study was made to determine the attitudes of kindergarten
teachers in the state of Washington toward teaching reading in kindergarten, and the actual practices used to teach reading.

Four hundred

fifteen questionnaires were sent out to kindergarten teachers in first
18
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class public school districts in the state of Washington.

Three

hundred eleven kindergarten teachers, 75%, answered and returned the
questionnaire.
A questionnaire was chosen since it was an effective way to
explore the amount of reading being taught in kindergartens in the
state of Washington, the methods and materials used to teach it, and
the reasons teachers were for or against including reading in the
kindergarten curriculum.

In addition, the results of the questionnaire

suggested the effect that wider opportunities for learning provided for
pre-kindergarten children through television, travel, and nursery
school had on teaching reading to kindergarten children.
Readings from Durkin, Lee and Allen, and Hymes were used as
one guide in formulating the part of the questionnaire dealing with
methods used to teach reading and reading readiness in kindergarten.
Monroe and Rogers were helpful as a source for composing the questions
on how to select children who were ready to read.

The questions

designed to discover why teachers did not teach reading were based upon
conversations with other teachers and with college professors.

Those

questions dealing with reading and reading readiness materials used
were based upon readings from Monroe and Rogers and upon teaching
experience.
The responses to the questionnaire were recorded on a tally
chart.

The total number of teachers checking each choice of response

was then divided by the number 311, which was the total number of
kindergarten teachers in the state of Washington responding to the
questionnaire, to obtain the percentage of teachers checking a given
response.
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I.

Word Recognition Skills
a.

Three hundred four teachers (98%) taught word recognition
through child's recognition of his own name and through
other children's names.

b.

Two hundred eighteen {70%) used labeling of objects and
projects in the room to build word recognition.

II.

Methods used to teach reading through experience
a.

One hundred eighty-five teachers (59%) used group experience
charts.

b.

Two hundred thirty-three teachers (75%) used sight vocabulary.

c.

Seventy-seven teachers (25%) used individual language experience stories.

III.

Selection of children for reading
a.

Twenty-four teachers (8%) used formal reading readiness
tests.

b.

Twenty-nine teachers (9%) used interviews.

c.

One hundred eight teachers (35%) observed children's
behavior.

IV.

Time of year for beginning reading
a.

Eleven teachers (4%) started during the first semester.

b.

Forty-four teachers (14%) started during the second semester.

c.

Eighty-three teachers (27%) started whenever individual
children were ready or interested.

V.

Reasons for not teaching reading
a.

Seventy-nine teachers (25%) were opposed to it.
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b.

Ninety-three teachers (30%) refrained because of school
policy.

c.

Sixty-three teachers (20%) refrained because of the time
element.

d.

Nineteen teachers (6%) refrained because of lack of preparation.

e.

Ninety-seven teachers (31%) refrained because of difficulty
in meeting the needs of children not reading while working
with those who were reading.

VI.

Use of reading and reading readiness materials
a.

Ninety-eight teachers (32%) used workbooks.

b.

One hundred forty-eight teachers (44%) used flash cards.

c.

Two hundred fifty-one teachers (81%) used games.

d.

Two hundred three teachers (65%) used pictures and picturestory books.

VII.

Number of teachers who taught reading to individual children
a.

One hundred eighty-six teachers (60%) worked with individual
children who were ready to read.

b.

One hundred teachers (32%) did not work with individual
children who were ready to read.

c.

One hundred seventy-three teachers (56%) worked with those
who were ready to read on an informal basis.

d.

Twenty teachers (6%) worked with those ready to read on a
formal basis.

e.

Seven teachers (2%) worked with those ready to read both
formally and informally.
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III.

SUMMARY OF THE QUESTIONNAIRE

According to results of the questionnaire, 25% of the kindergarten teachers who responded were opposed to teaching any reading
in kindergarten.

Fifty-nine percent were in favor of teaching some

reading through experience charts, and 74%, almost three-fourths of
the teachers, were for teaching some reading through writing short
phrases under children s pictures.
1

Fifty-six percent, or over half of the teachers who participated in the survey, worked with those who were ready to read on an
informal basis; while 6% worked with those ready to read on a formal
basis, and 2% worked with those ready to read both formally and
informally.
Ninety-eight percent of the teachers taught word recognition
through the child 1 s recognition of his own name and the names of other
children, and 70% taught word recognition through labeling objects
and projects in the room.
Thirty-two percent of the teachers used workbooks, 44% used
flash cards, and only 8% used basal reading textbooks.
In conclusion, the responses to the questionnaire indicated
that a majority of teachers (98%) included informal word recognition
activities in the kindergarten curriculum, and that a significant
minority (44%) included some type of formal reading and reading readiness activities.
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IV.

PERSONAL COMMENTS OF TEACHERS

One hundred eighty-seven teachers added comments to the
questionnaire, ranging from one sentence to a page in length.

The

following paragraphs are a representative sampling of these comments.
My aim in teaching kindergarten is to send a group of happy,
well-adjusted children, who are ready to listen, follow directions,
and communicate freely, on to the first grade teacher who will
teach them to read.
When a person reaches the peak of his reading excellence-perhaps in college or adult years--what does it matter whether he
started at four, five, six, seven, or eight? The time differential
disappears.
I personally believe we are forgetting the physical development of many of our children.
Reading is very complex. The more experiences the better
before the formal program starts.
In kindergarten social adjustment is paramount.
The longer I teach, the less formal work I do.
I don't even believe in using workbooks at kindergarten level,
but school policy dictates. I feel that we are pushing young
children too far too fast.
Personally, I would like more information or perhaps a course
to be offered which would go into the idea of reading in kindergarten. So many of the children don't seem ready for formal
teaching of reading, but I am in favor of it, if just in an informal manner to those who are ready. Then again, the time element
is involved. I would like to talk to someone who could have a
class of 30 for 2 1/2 hours a day and teach reading along with the
usual kindergarten program!
I really believe that reading should start for any child who
is ready for it. I would like to know ways to make this program
wonderfully exciting.
Some kindergarten children are ready to read in the spring. I
would like to have a small group reading together and individually,
but due to school policy, I only work with a very few individually-those who are so mature and eager to read. There are some who
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learn the alphabet and all the beginning sounds, and phonetic
sounds so quickly, it is a shame to hold them back. By March and
April they whiz through the chart stories and could easily move
into preprimers.
I have children who read in kindergarten. They have learned
at home. I continue working with the individual child and encourage older, bright children to read, and they often read well.
We are discussing enlarging our ungraded primary classes to
include kindergarten as well as grades one and two. If we do this,
then reading will be included in our kindergarten curriculum for
the second semester. We will screen for readiness with a readiness
test plus teacher observation.
Three of us have joined together for readiness grouping-average, above average, and immature. Several of the above average
are beginning to read now in the last months of school.
This year, in cooperation with our two first grade teachers,
two groups of children (6 each) participate in further reading
readiness for one-half hour each day. One girl is in a preprimer.
I am definitely for a reading readiness program, but definitely
all five year olds are not ready to read. Last year the children
went through the same program, and the first grade teachers did
realize that the children were ready to read sooner.
I am, at present, in a building where I am the only kindergarten teacher. However, next year I will be in a new school
building working closely with first grade teachers on a somewhat
team basis. We hope to be able to do some shifting of children
from kindergarten to first grade and from first grade to some
activities in the kindergarten program. This way we feel we will
be able to give the older child who is more ready an opportunity
to go ahead with a more formal program in some areas.
I think we should swing not to reading in kindergarten, but
to individualized reading in all grades.
This is my third year in kindergarten, the first I've done
much with reading. I have enjoyed this year tremendously, and have
been amazed at what these five and six year olds can do. They are
highly motivated--self--not particularly by me. I've not pressured
or pushed at all.
My low maturity level group is not ready for reading.
other group read and love it.

My
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V.

CONCLUSIONS

According to the questionnaire, 30% of the respondents were
opposed to teaching reading, but 98% were teaching word recognition.
This suggested that teachers may be teaching more reading than they
realize.
The fact that 75% of teachers taught reading through experience
charts may indicate that television, travel, and preschool experiences,
may be affecting the kindergarten curriculum in the area of reading.
Over one-fifth of those teachers answering the questionnaire
said that they did not teach reading in kindergarten because of
environmental conditions or because of the time element.

Therefore,

more teachers would teach more reading if ways could be found to alter
the kindergarten environment and schedule.
In the personal comments several teachers reported that they
sent children who were ready to read to first grade, or that they were
planning to work with first grade teachers the following year.

This

may indicate a trend toward more cooperation between kindergarten and
other primary grades in the area of teaching reading.
Finally, 25% of the teachers remained firmly opposed to teaching reading in the kindergarten.

Many of those opposed added comments

expressing a fear of pressuring children, or of neglecting other more
important experiences and activities if reading were taught.

So the

differences of philosophy which exist between authorities in the field
of psychology and in reading were reflected to some degree in the
attitudes and practices of teachers in Washington State.

CHAPTER IV
RECOMMENDATIONS
The preceding study indicated that a significant number of
kindergarten teachers in the state of Washington favor including more
reading and reading readiness in the kindergarten curriculum.

They

recognize that today many children arrive at kindergarten better prepared to learn to read, and that those children who show interest in
reading should be given help.

In the light of these findings, the

following reco11111endations were made.
To kindergarten teachers.

Kindergarten teachers should be

encouraged to read literature favoring and opposing teaching reading
in kindergarten, and they should be encouraged to take in-service
courses on ways to teach young children to read.
Books and journals containing suggestions for teaching children
who are ready and eager to read should be available to kindergarten
teachers.
To administrators.

Administrators should help kindergarten

teachers to establish higher standards of college preparation for
kindergarten teachers.

Administrators should also try to provide small

class loads, longer kindergarten sessions, and teacher aides, since a
number of teachers commented that they would teach reading in kindergarten if they had smaller classes, more help, longer sessions, and
adequate training.
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For further study.

The amount of respondents to the question-

naire (75%) suggested that kindergarten teachers in Washington have
strong convictions about including reading in the kindergarten
curriculum.

Therefore, it would seem valuable to do a similar study

using a more complete questionnaire.
the following additions:

The questionnaire could include

(1) a definition of tenns used in it to

insure that the tenns used would be clear and unifonnly understood by
the participants, (2) a section on educational preparation of kindergarten teachers, (3) a section on location of the school of the
respondent--whether rural or urban, (4) a section on the frequency of
use of reading and reading readiness activities and materials, (5) a
section including a more complete check list of reading and reading
readiness materials. Also, a questionnaire could be sent to administrators and supervisors to ascertain their positions on the issue of
teaching reading in kindergarten.
A national study would be valuable to compare responses of
kindergarten teachers in different regions, and to compare the
responses of teachers of different educational backgrounds, and those
living in urban or rural communities.

This type of study would give a

more complete picture of the place reading occupies in kindergartens
throughout the country.
It would be worthwhile to conduct a longitudinal study to determine if children who learn to read in kindergarten are better readers
in elementary school than those children who did not read in kindergarten.
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Conclusions.

The comments of kindergarten teachers in Wash-

ington State who participated in the survey point to a possible trend
toward longer kindergarten sessions, smaller classes, closer cooperation between primary teachers and kindergarten teachers, and a less
rigid attitude of an increasing number of teachers toward teaching
reading in kindergarten.

However, the questionnaire revealed that a

solid minority of kindergarten teachers are against teaching any reading in kindergarten, and that many teachers who favor including informal reading experiences are hesitant to include formal reading in the
kindergarten curriculum because they fear that pressure on children
who are not ready to read may affect later progress and pleasure in
reading.

Therefore, if kindergarten teachers have a voice in the

decisions regarding including more reading in the curriculum, such
decisions should be made with care and caution after much study and
discussion.
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March 14, 1970

Mr. John Donald Gibbs
Superintendent of Schools
Moses Lake, Washington
Dear Sir:
There is a current movement to teach reading in kindergarten,
and it would be of interest to know what is being done in this field,
and to know the views of kindergarten teachers regarding the teaching
of this subject at this level.
The enclosed questionnaire is being sent out as part of
research for a course at Central Washington State College, and your
permission is requested to distribute copies of it to the kindergarten
teachers of your districts.
be appreciated.

A list of their names and addresses would

A stamped self-addressed envelope is enclosed for

this purpose.
Sincerely,

(Mrs. Arthur C. Minear)

Please Note: Personally Identifiable Information was redacted due to privacy concerns.
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April 12, 1970

Dear Kindergarten Teachers:
There is a current movement to teach reading in kindergarten,
and since there are pros and cons regarding the movement it seems
worthwhile to explore the attitudes of kindergarten teachers in this
matter.
The enclosed questionnaire is part of research being done for
a course at Central Washington State College.

Your cooperation in

filling it out will be appreciated, and you need not sign your name.
If you wish, a copy of the results of the study will be mailed to your
district.
Sincerely yours,

(Mrs. Arthur C. Minear)

Please Note: Personally Identifiable Information was redacted due to privacy concerns.
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QUESTIONNAIRE

Please check the answer or answers that best express beliefs
and practices about teaching kindergarten children to read.
1.

Do you teach word recognition skills at kindergarten level?

D

a.

through child's recognition of his own name and other children s
names.

0

b.

through labeling of objects, and projects in the room.

2.

Do you teach reading through experiences?

D

a.

through charts based on group experiences.

0

b.

through writing a child's own descriptive phrase under pictures.

D

c.

through helping a child to write his own story, and then to
read it independently.

3.

If you teach reading, how do you select children who are ready to
read?

D
D
D

a.

use of reading readiness tests.

b.

use of interviews with children.

c.

observation of emotional maturity, conversation, eagerness to
look at books, ability to take care of books, tendency to ask
for help in identifying words.

4.

If you teach reading, when do you start?

0

a.

first semester.

D

b.

second semester.

D

c.

whenever individual children are ready and interested.

5.

If you do not teach reading, why?

D

a.

I don't believe in it.

0

b.

school policy.

1

□ c.

time element.

D

d.

I m not prepared for it.

D

e.

It is difficult to guide and to help those children who are not
ready to read while you work with those who are.

1
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Questionnaire - Continued

6.

Do you use any reading or reading readiness materials?

D
D
D
0
D

a.

workbooks

b.

flash cards

c.

games

d.

pictures and picture-story books (ex. Little Owl Books)

e.

basal reader material

7.

Do you work with individual children who are ready to read?

D

Yes

0

No

If yes:

D
D

formally
informally

Any other comment:

